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Introduction 
 
I learned that there a many pupils with a multitude of special needs ranging 
from mild to severe such that a pupil cannot read and write and even copy 
what is written on the board. I also learned that the educational environment 
and home environment have a great influence in the pupils’ performance at 
school. I found out that those from poor backgrounds mostly never had time 
for school work as compared to their counterparts as they are always 
occupied by household chores. (Unless otherwise stated, all quotes in italics 
are feedback from pre-service teachers – quoted verbatim) 
 
The above reflection of a pre-service teacher neatly encapsulates many of the themes of 
this chapter. Issues of identification, the influence of the school and home environment, 
and the pernicious influence of poverty all come strongly to the fore throughout this 
chapter.  It is probably fair to say that the area of special education in Botswana remains 
under-researched, particularly with regard to the issues of engaging pupils with a variety 
of major support needs in mainstream schools. After a brief discussion of the Botswana 
context, this chapter analyses data gathered from pre-service teachers on teaching 
practice in Botswana junior secondary schools (JSS) as part of their teaching practice 
assignment for their Special Needs Education course at Molepolole College of Education 
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(MCE), a college of education found 60km outside of the capital city, Gaborone. The 
assignment guides the pre-service teachers in  considering the support needs of their 
classes and of particular individuals in those classes, as well as an examination of the 
response of the school to these children in terms of attitudes, methods, resources, 
structures and policies. This chapter draws upon their collective feedback and analyzes it 
using quantitative and qualitative methods in order to give an overview of the sorts of 
challenges to teaching and learning that exist in Botswana JSS‟s which operate in a 
policy framework that is broadly aimed at being inclusive. Issues around identification, 
teacher attitude, skills and knowledge, and the importance of taking into account cultural 
contexts are highlighted. 
 
Background 
 
Country 
 
Botswana is a sparsely populated, semi-arid, southern African country slightly larger in 
area than France. The population is approximately 1.8 million, most of whom reside in 
the eastern (wetter) margins. At the time of gaining independence from Britain in 1966 it 
was one of the poorest countries in the world. It has experienced rapid rates of economic 
growth in the decades since independence largely as a result of diamond mining. 
Independent Botswana has always enjoyed a democratic system of government and the 
wealth from mining has been used for a broad range of social and economic 
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developments such as health, education and general infrastructure (Denbow and Thebe 
2006). 
Recently Botswana has had to grapple with some of the highest rates of HIV infection in 
the world. The government response has included providing many knowledge and 
educational initiatives as well as more recently being the first African state to freely 
supply anti-retrovirals to all citizens in need of them. Infection rates have stabilized but 
there is a great cost psychologically, sociologically and economically to the country 
(AVERT 2009). 
 
 
School system 
 
Botswana runs a 7 (primary) – 3 (junior secondary) – 2 (senior secondary) school system. 
Most children enrol at the age of six but some at later ages. Survey data shows that school 
participation is very high at primary and junior secondary levels (CSO 2005a). Dropout 
rates are low but do vary considerably regionally with some more remote areas 
experiencing relatively higher dropout rates (CSO 2005b). Currently approximately 70% 
of JSS leavers progress to senior secondary school (SSS). This number has been 
increasing over the years and is planned to continue to increase as more SSS places are 
made available. There are also options for JSS leavers to progress to Brigades which 
offer a more vocationally based training. Until recently schooling has been free but not 
compulsory. School fees were reintroduced in 2007 though children deemed eligible by 
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virtue of social / economic background can have fees waived. It is too early to say if the 
introduction of school fees has had an impact on school enrolment. 
 
Education for pupils with special needs is provided by government and by 
nongovernmental organizations (NGO‟s). There are a number of special units for children 
with moderate and severe learning difficulties at government primary schools across the 
country. There are also a number of NGO provisions for this group of learners (Dart, 
Didimalang & Pilime 2002). Children with hearing impairments are also catered for by a 
mixture of provision at government primary, junior, and senior schools. NGO‟s also 
participate in providing educational opportunities to this group of students (Kisanji 2003). 
Children with visual impairments are catered for in a small number of resource units 
attached to government schools (Division of Special Education 2004). NGO‟s provide a 
limited number of places for children with more severe and multiple disabilities and for 
vocational options for students with a variety of special needs. Evidence suggest that 
there are numbers of children with significant disabilities and other support needs who 
are not at school, and that there are many children with significant support needs who are 
in mainstream schools but not adequately catered for or even when identified (Dart 
2004).  
 
 
Policy 
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Botswana is signatory to a number of international agreements that impact provision of 
services for children with special needs such as the Jomtien Declaration (UNESCO 1990) 
- in which the Government recognized that the aims of education are common to all 
children - the Salamanca Statement (UNESCO 1994), and the Dakar Framework for 
Action (UNESCO 2000) under which the Botswana Government committed itself to 
achieving education “…especially for the most vulnerable and disadvantaged children.” 
(7.iii) 
 
The first education policy (Government of Botswana 1977) made no mention of special 
needs specifically but did lay down the principle of „Kagisano’ (peace) as its guiding 
value. Kagisano is an expression of social harmony based on the elements of democracy, 
self reliance, unity and development. A fifth element – botho – has been added more 
recently. Botho (Ubuntu in South Africa) is the Setswana expression of the recognition of 
a common, interdependent humanity between all people; a person being a person through 
other persons. Bangura (2005; 31) identifies three major strands within botho; religiosity, 
consensus and dialogue.  
 
The National Commission on Education (Government of Botswana 1993) concluded that 
the educational requirements of children with special needs were still not being met: 
 
“Although universal access to basic education has been the declared aim and policy 
of the Government of Botswana since the National Policy on Education of 1977, its 
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provision for children who require special education remains largely unrealized.” 
(p. 307)  
 
In response to this, the Revised National Policy for Education (RNPE) (Government of 
Botswana 1994) emphasised the improvement of access to education at the primary level, 
assurance of the quality of education provided, and the relevance of that education to 
children and their communities including children with Special Educational Needs 
(SNE), which it recognized as being a disadvantaged group.   
 
The goals of special education In the RNPE are; 
a) To ensure that all citizens of Botswana including those with special needs 
have equality of educational opportunities. 
b) To prepare children with special educational needs for social integration by 
integrating them as far as possible with their peers in ordinary schools. 
c) To ensure a comprehensive assessment …which is followed by individualized 
instruction. 
d) To promote the early identification and intervention which will ensure the 
maximum success of the rehabilitation process. 
e) To enable all children with special educational needs to become productive 
members of the community…to enhance their employment opportunities and 
to promote self reliance. 
f) To ensure the support and active participation of the children‟s parents and 
community through an education and information program. (p. 38) 
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Two other recommendations are of importance from the point of view of this chapter. 
First, RNPE 92(b) states that each school should have a senior teacher „responsible for 
the handicapped children in each school‟ and who is responsible for the coordination of a 
School Intervention Team (SIT), and secondly, RNPE 95, which states that all teachers 
should have some elements of special needs education as a part of their pre-service or in-
service training. The work reported on in this chapter is part of a direct response to this 
recommendation.  
 
National Development Plan 9 (Government of Botswana 2003) indicates a number of 
specific objectives for special education but most worthy of note is that the language has 
changed between the RNPE and NDP 9 from that of „integrated‟ education to that of 
„inclusive‟ education. There is debate around the precise meanings of each term but 
broadly speaking the consensus would seem to be that „inclusive‟ education pays regard 
to the education system as whole and asks how it can adjust itself to include as broad a 
range of learners as possible within the mainstream, whereas „integrated‟ education 
focuses more on what needs to be changed in the individual learner to allow them to 
access education.   
 
 
Existing research 
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Over the years a number of studies investigating teaching in general in JSS classrooms 
have been carried out (e.g. Fuller and Snyder (1991), Prophet (1995), Tabulawa (1997, ) 
and Hilsum (2003)). In a summary of a number of these Mokobane (2000) concludes that 
they show that: 
 
Teacher dominance, right answerism, elite language, transmission of information, 
teacher avoidance of pupil contributions, slavish use of textbooks etc., are some of 
the behaviours and characteristics which researchers and other opinion makers have 
identified in Botswana classrooms as impeding change (Mokobane,104)  
 
This methodology for managing the learning environment would not seem to sit well 
with a system that is attempting to become more inclusive in its approach. Further,  it 
could be argued that the prevailing approach does not reflect the very underlying 
principles of education in Botswana as anticipated under Kagisano (self reliance, 
democracy, unity, development and botho). 
 
There has been very little published research on the experience of pupils with additional 
support needs in JSS classrooms or the experience of schools and teachers attempting to 
support such pupils. Kisanji (2003) does explore the experience of pupils with hearing 
impairments in such a setting but this is at schools with specific remit to support these 
particular pupils. Amongst other things, he concludes that the lack of teachers with 
appropriate skills and the lack of resources seriously hinder the educational chances of 
these children. He also concludes that there are probably many children with major 
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hearing impairments whose needs are not identified (this seems to be supported by the 
research reported on in this particular chapter). 
 
Pilime (2003) investigated the preparedness in general  of JSS‟s to start moving towards 
more inclusive practice whilst Dart and Keerate (in Dart 2007) reported on a case study 
examining the attempts of a particular JSS to set up and run a School Intervention Team 
which also includes „snapshots‟ of some the pupils who were supported by the 
intervention. Broadly speaking, JSS‟s are moving very slowly in response to policy and 
in the case study, good practice was very much reliant on there being a small number of 
highly motivated individuals. Systems and practices that would support a robust drive to 
more inclusive provision would appear as yet to be poorly developed. 
 
Abosi (2007), in a broad discussion of issues impacting on children with learning 
disabilities in African schools but using Botswana as a particular example, cites, 
„overcrowded classrooms, poverty, health issues, shortages of experienced teachers, 
traditional beliefs, lack of teaching materials, school expectations, and motivational 
issues‟ as implicated in contributing to the poor achievement of large groups of children 
in school though interestingly there is no discussion of barriers caused by the use of 
additional languages in the education system. 
 
This chapter seeks to illuminate the reality of inclusive practice in JSS in Botswana for 
pupils and teachers. It does this by drawing upon and analyzing data gathered by pre 
service teachers as part of their assignment for their Special Needs Education (SNE) 
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program whilst on teaching practice at school. The data (described in more detail below) 
consists of both simple descriptive numerical material, and narratives of their experiences 
of the way in which pupils with a variety of SEN and other learning support needs are 
included in the school. 
 
Research Method  – ‘OAITSE’ 
 
Pre-service teachers take a basic awareness course in Special Needs Education while at 
the college (Dart 2006) and for this they are given a particular assignment for their 
teaching practice (TP). Their first TP takes place at the beginning of the second year of 
their three-year program. They spend most of the first term of the academic year in a 
school where they practice teaching their major and minor subjects.  
For the year in question (2005) the second year assignment was called OAITSE! („O a 
itse‟ in Setswana means „You know!/?‟) Observing and Assessing Inclusive Teaching 
and School Environments (Molepolole College of Education 2005).  
 
The „OAITSE‟ assignment was introduced to the pre-service teachers at college before 
they went on their second portion of their TP. Opportunities were given for them to raise 
concerns and questions. While on TP there was no direct supervision of the assignment in 
the schools from the college staff due to the extremely high student to staff ratio. This 
causes problems in terms of the reliability and validity of the assignments‟ observations 
and conclusions. However checks are built into the process to help deal with this. Each 
pre-service teacher has to arrange for the TP coordinator (a designated member of the 
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teaching team in each school) to monitor the assignment  during its completion. The 
monitoring is evidenced by the signing off of the TP coordinator and the application of 
the school stamp at the various stages. The TP coordinator can also comment on the 
assignment on a form provided for that purpose. If „social validity‟ is important for a 
project (i.e. the notion that recipients / participants in projects / evaluations etc recognize 
the appropriateness and effectiveness of the tools / method being used (Wolf 1978)) then 
the social validity of this particular exercise as judged by the schools themselves would 
appear to be high. Comments returned from the TP coordinators at the schools were 
positive with regard to the exercise. The following comment is not unusual; 
 
The project carried out was of great importance to us at school and the 
community at large because he managed to identify some children…who need 
special attention which at first we ignored. We hope that this will help us in 
future to help such students. Thanks for such wonderful work!. 
 
The data used in this chapter is derived from 89 individual pre-service teacher 
assignments, from 52 schools representing a broad cross-section of geographic and social 
contexts in southern Botswana. These contexts include schools in the capital city serving 
areas of high socio-economic status in which many pupils are familiar with modern 
media (including IT) and are comfortably bi-lingual in English and Setswana. Other 
schools (some providing boarding facilities) serve traditional – and often very poor - rural 
communities  where the school might be one of the few facilities with electricity and 
running water and where English is the second or even third, language. Some are located 
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on the edge of towns or in large villages where the picture is somewhere between these 
two descriptions. The feedback is analyzed using both simple descriptive statistical 
methods, some of which is compared to existing national data, and then a qualitative 
analysis of pre-service teacher feedback is undertaken to highlight some of the themes 
that were identified. 
 
Overall numbers of pupils, class sizes and achievement. 
 
In the first part of the assignment pre-service teachers are guided to choose one of their 
classes to use as a basis for their assignment. They collect data on achievement of the 
pupils as measured by assessments conducted in  subject tasks during the TP period. 
These could be tests, assignments, quizzes etc. A minimum of four such tasks  are 
recorded and an average score worked out. Pre-service teachers are asked to reflect on 
what they observe; develop profiles of individual pupils, note which topics / assignments 
seemed to be harder for the class as a whole, etc.  
The following subjects were represented in the sample with the number of classes in 
parentheses after each. Core subjects - English EN (12), Mathematics MA (12), Social 
Studies SS (15), Science SC (11), Setswana SE (5), Moral Education ME (7).  
Optional subjects - Design and Technology DT (9), Art AR (8), Religious Education RE 
(8) and Library Studies LS (2).  Seventy six of the classes from which data were collected 
were form one and 13 were form two). 
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The average number of pupils in a class was 31. However, there were  large differences 
between classes within the schools in which data were collected. Optional subjects 
sometimes had numbers as low as 9 whereas some core subject classes had up to 45 
pupils. 
 
Table 1 provides an analysis in terms of gender and achievement with regard to the 
average score of all pupils in the 89 classes over the TP period.  
 
Table 1 – overall achievement by gender 
 
[Insert Table 1 about here] 
 
The larger proportion of male pupils to female pupils in this case is mostly accounted for 
by the fact that two optional subjects that typically show male bias in CJSS‟s are 
represented in the figures: Design and Technology (DT), and Art. This is not 
representative of the gender balance in JSS‟s as evidenced in2004 statistics which 
indicated gender distributions in JSS's comprising 49% male to 51% female (CSO 
2005b). However, the  numbers in this sample are particularly startling in that only 9 of 
the DT pupils were female. Female students tend to „opt‟ for Home Economics and 
Religious Education neither of which is taught by pre service teachers from Molepolole 
College of Education. 
 
Table 2 breaks down the figures for the JSS curriculum core subjects.  
 14 
 
[Insert Table 2 about here] 
 
Discussion of issues 
 
Caution should be used in the interpretation of these figures as the number of classes in 
some cases is small. However it would appear that science, mathematics, and Setswana 
cause pupils the most difficulties (or, conversely, are the subjects that pre service teachers 
find the most difficult to teach). 
 
Boys appear to struggle more than girls and this becomes more apparent the greater the 
learning difficulty. This would seem to reflect international trends in special education.  
Over a quarter of pupils achieve less than 50% in their overall grade and about 2.5% less 
than 20%. In other words in an average JSS of 500 pupils about 13 pupils will have 
severe problems in accessing the curriculum (achieving less that 20% in their overall 
grade) and over a hundred more have less severe but still marked problems (achieving 
less than 50%). Although the latter figure can be extrapolated from existing exam pass 
rates (Abosi 2007 uses this and comes up with a similar figure) the 2.5% is a finer 
interpretation of the detail that has not been explored before although one that would 
probably „ring true‟ to any JSS teacher.  
 
Almost half this class has learning difficulties. They have a problem in 
understanding what is being said by the teacher as well as reading for 
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themselves. Their main problem is reasoning and giving their own views. This 
affects their performance in class and in the school in general…teachers have 
noticed this problem.  
 
 
Pupils with particular learning support needs 
 
In the second part of the assignment the pre service teachers are tasked to identify in class 
the number of pupils who have particular learning support needs. The extrapolated data 
from this is shown in Table 3. The number of orphans is identified here not because being 
an orphan is a disability but it might well cause social and emotional challenges. It should 
be noted that for the purposes of this exercise orphans were counted as those who had lost 
both parents whereas in official statistics the loss of one or both parents is used. 
 
Column one shows the numbers of pupils identified in the OAITSE exercise per type of 
need. Column two expresses this as a percentage. Column three extrapolates this number 
to the total JSS population for 2005 (118300 (CSO 2005a)). 
Column four compares this number to numbers per category actually reported as part of 
an official statistical return to the Ministry of Education from all schools for the year 
2003 (the most recent data available at the time of writing  - CSO 2005a). Total JSS 
enrolment was marginally smaller in 2003 than 2005 but by less than 1%. 
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[Insert Table 3 about here] 
Of course the only thing that can be said with any certainty about the figures is that there 
is a lot of uncertainty about them! It is difficult enough to assess a phenomenon such as 
hearing impairment in schools with well developed identification, assessment and referral 
systems, so the task of leaving this to pre-service teachers on their first teaching practice 
is challenging! And the notion of behavioural issues is contestable in any situation – what 
might seem challenging behaviour to one teacher might be a well motivated, excited 
student to another.  The MCE students are given basic indicators that alert them to a 
particular difficulty. They are also able to use some simple tests to assess a child‟s needs. 
Their assessment is curriculum or classroom based in that they are advised to think along 
the lines that if a problem interferes with a pupil‟s learning then it is an issue that needs 
exploring. 
 
Many pre-service teachers appear to take on these tasks with some skill; 
 
There are two girls in my class who seem to have hearing problems…I 
identified them because every time I read a passage or ask questions they ask 
for repetition. 
 
There are two who are visually impaired and another with hearing problems. 
The one who is VI cannot see clearly if too far from the board. He writes 
slowly because he can hardly see. Even when reading from a book he reads 
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slowly. The one with HI can hardly hear…when you tell them to stop doing 
whatever they are doing…he will remain unless she observes others stopping. 
 
The child is a slow learner. It takes time for her to understand what is being 
taught... In extra curricula activities she does not have any problem. First I 
thought she might have a problem of hearing impairment but I assessed her with 
the class teacher and she was ok. 
 
 
It is probable that the figures extrapolated from the pre-service teacher feedback in the 
table above are under-estimates. It is a difficult skill to identify and assess some of the 
more subtle issues that hinder pupils from maximizing their learning and it is unfair to 
expect student teachers to be able to do so precisely. If this is true it would mean that the 
returns being provided to the Ministry of Education are greatly underestimated. This 
would not be surprising. The figures rely on self reporting by pupils / families. In many 
cases the pupil / family might not be aware of an issue or not know that it should be 
reported. Reporting between primary schools and secondary schools is highly haphazard 
and rudimentary. Although a School Intervention Team should be actively identifying the 
support needs of pupils the great majority of JSS‟s do not have active SIT‟s. Even when 
information is known within a school it is not necessarily disseminated; a number of the 
pre-service teachers  in this study were the first to identify children with major problems 
in the school, or had pupils whose needs were known by the school but not made known 
to them.   
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If the OAITSE extrapolation is roughly right then there are 3000 pupils in JSS who have 
some sort of major learning difficulty. Some of these might be due to a sensory 
impairment but it is unlikely that this will be true for all. The national reporting gave a 
figure of 51 pupils with „mental handicap‟ but it is surely likely that many more have 
either have some sort of severe general learning difficulty or specific learning disability. 
Issues of major language barriers, social effects and trauma cannot be discounted (see 
discussion below). Many teachers argue that that these children should be excluded from 
JSS, 
 
... teachers take them as none of their business…sometimes become rude to 
such students…one teacher told a pupil to leave school because she was a slow 
learner. 
 
and given special provision and it might well be that for some this would be a better 
option (though perhaps not viable). However for many this is an opportunity to be 
included and valued in a community and the opportunities for this should not be 
overlooked. An account from a pre-service teacher sums up such a case – and it is 
probably not that unusual; 
 
He has mild learning difficulties since he has very short attention span and is 
easily distracted when in study. He can’t easily follow instructions unless 
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repeated…. He likes to sort of isolate himself from others. I put him in the 
middle of two girls who perform better in class so as to get help from them. 
He is very good at playing football and even features in the school team. He 
plays for a village team in the under 20’s. He is good in high jump…and triple 
jump. He is good at looking after livestock and he spends almost all the school 
vacations at his father’s cattle post looking carefully after them. The child is 
good at making small designs of his own like cars out of wires, clay pots and 
picture frames. 
 
The trick is to find ways in which his interests and strengths might open a doorway into 
the more formal curriculum and also for the curriculum and school to find ways of 
recognizing the strengths that he has. In this way school becomes a rewarding experience 
rather than a torment (and feedback would seem to show that it is a torment for many of 
these pupils). These are not necessarily easy adjustments to make but Botswana is 
striving towards an inclusive system and so these are the sorts of issues that need to be 
addressed. 
 
This of course depends on the attitudes and skills of teachers in classrooms as well as the 
wider organization of education. Pre-service teachers Student teachers – perhaps not 
surprisingly – reported a wide variety of teacher responses to these issues (in the 
following case probably influenced by traditional believes towards the causes of 
epilepsy); 
 
Comment [o1]: adhere to previous 
suggestions on referent. 
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Teachers in every school have different values and attitudes…one teacher once 
went all out to look for a child who ran away from home to live with a 
boyfriend…although wounded during the search he never stopped to get her 
back to school which eventually he did…but one once witnessed a student being 
attacked by an epileptic fit. She walked to the student and asked her who she 
slept with that made her have a fit. 
 
There is great discrepancy between schools and it would be interesting to investigate 
what might be the cause of this discrepancy. For example in one school; They don’t 
care about them because they never try to follow up to try to understand what might 
be the problem…but they will only use a stick to beat the pupil. Whereas in another; I 
would say that teachers have a good rapport with pupils. There is no corporal 
punishment. In the morning all teachers go to their respective classes and talk about 
issues which affect pupils. 
 
 
Individual Pupils 
 
At a third stage in the assignment pre-service teachers are asked to identify and assess in 
more depth one particular pupil in their class with learning support needs. The 
assignment provides a structure helps them explore a number of issues with regard to the 
student: levels of achievement in various subjects, their learning strengths and 
weaknesses, likes and dislikes, peer relations, and family background. They are then 
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asked to consider some simple ways to support the pupil  in the everyday school context. 
In the  following excerpt, the pre service teacher focuses on this last element by writing 
and putting into practice a simple IEP with one identified pupil. 
Space does not allow for an in-depth discussion of all the themes that emerged from the 
data in this section but the great majority were identified as having a learning difficulty of 
some sort (57 - 64% -  of the 89 individuals reported on). Of this 57, two thirds were 
boys. 
 
 ... gets less than 30% in all his subjects…often up with the Headmaster… 
 
He causes great concern as he has general learning difficulties. This is proved 
by the fact that his performance is very low in all his subjects as there is no 
mark above 50%. The other concern is his behaviour of never responding to 
teachers questions…he never answers simple questions…he has difficulty on 
theory test rather than on practicals…his highest mark is 65% for practical and 
the highest mark for theory being 35%. 
 
... does not participate in class, comes late to school and for lessons and his 
overall academic performance in all subjects is very low. He cannot read 
Setswana or English properly and even sentence construction is a problem. 
 
The majority (56%) of pupils in this sample of 89 were adjudged to come from poor 
backgrounds; only 9% from well off. Having explored this area, students often made a 
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strong link between the educational problems and the social / emotional background of 
the pupils.  
 
She is quiet…the only thing I heard is that she has problems with her ears. 
Personally I feel that the problem is her family background because she is an 
orphan, she is staying with her aunt…it looks like they do not take care of her 
because she is always dirty, her uniform is torn and no one mends it. She does 
not stay in the village but at the lands which is far from school. 
 
In this, admittedly small, sample of 89 the family structure seemed to have an impact on 
the extent to which the pupils were supported from home or not (as judged by the 
student). Those from extended families or nuclear families (including poorer ones) were 
more likely to be living in supportive contexts whereas pupils living in single parent 
families were less likely to be so and those orphans who had lost both parents even less 
likely. 
 
Government policy on supporting orphans, and schools that took an active role seemed to 
have a positive effect; 
 
JS is an orphan. He is living with a grandmother who is not working. The school 
is aware of him…and arranged with the social worker so that this boy can be 
helped. He is provided with school uniform every year and food every month, as it 
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is the responsibility of the government to help orphans in this country. This boy is 
cheerful in class he participates and is encouraged so that he can do better… 
 
 
A number of pre-service teachers reported on issues with deep cultural overtones that 
impacted the education of the pupils. One reported her dilemma in that when she talked 
to parents their view was that he was a well behaved boy because he was quiet and did 
not ask questions whereas she as a teacher saw this as a problem because this was an 
indicator that he was not being involved deeply enough in learning. The idea of botho 
encourages a respect for elders and to the parents‟ eyes the boy was displaying botho by 
being polite and respectful. 
 
Although it wasn‟t common others reported on cases where pupils were affected by their 
ancestors; 
 
The child suffered some social problems caused by the ancestral spirits. It caused 
his heart disease and mental oppression. 
 
Another student who is a boy he always sleeps when I taught… he told me that he 
is a witch and I became very frightened that he said his grandfather is a traditional 
doctor and always send him to bewitch people who are concerned about the boy. I 
then did not want to go deeper with the boy’s problems as I was afraid to be 
bewitched by the boy’s grandfather. 
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These issues need to be considered sensitively and become part of the formal discussion 
involved in teacher education. 
 
 
Conclusions 
 
The very nature of the research and analysis that informs this chapter means that we have 
to be careful in coming to any too highly detailed conclusions. But it is probably not 
unreasonable on the basis of what we have, to come to various broad conclusions; some 
of which support existing literature that was reviewed and others of which might be more 
original. 
 
A large minority of pupils struggle to achieve outcomes that the CJS curriculum is 
viewed as being valuable. A small but significant minority have major learning problems. 
There appears to be large numbers of pupils in schools with sensory impairments whose 
basic difficulties are not being identified and whose support needs are not being met. 
Official returns to the government from school are perhaps under-estimating the extent of 
the challenge. 
 
Many difficulties that pupils face in school are amplified (if not caused) by wider issues 
in the school (teacher attitude, school provision and organization) and home environment 
(poverty, the effects of the loss of parents). The stories of individual learners seem to 
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indicate that when schools take an interest in these then the experience of their pupils can 
be improved. 
 
Pre-service teachers prove themselves capable of making quite sophisticated judgements 
in terms of identification, assessment and support (social and pedagogic) with regard to 
pupils in their classrooms. Small changes in practice can go a long way. This reflects 
Mittler‟s comment on providing inclusive education (2000; page 133) that, 
 
„This task is nothing like as difficult as it may seem because most teachers already 
have much of the knowledge and skills they need to teach inclusively. What they 
lack is confidence in their own competence.‟ 
Large class size, however, hinders such intervention.  
 
Feedback from the student teachers and from the schools hosting TP seems to show that 
such exercises are valuable learning tools. Teacher education needs to encourage such 
active and reflective practice and to take into account the social and cultural milieu that 
teachers find themselves operating in. 
 
Further research is needed to investigate all of these issues more deeply, in particular to 
look at the ways in which school and classroom practice can be organized to successfully 
include to a greater degree the range of pupils already in the classroom. Best existing 
practice could be shared; 
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The majority of the teachers have the right attitude towards these pupils, for 
example they offer them support, they assist them during their spare time and 
they inform other teachers of such pupils … 
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Table one 
   Total no. 
of pupils 
averaging 
< 50% 
<50% by gender Total no. of 
pupils 
averaging < 
20% 
<20% by gender 
No. of 
pupils 
Male Female  M F  M F 
2752 1459 1293 703 412 292 69 50 19 
 53% 47% 26% 59% 41% 2.50% 72% 28% 
 
 
Table two – achievement by core subject and gender 
 
    Total no. 
of pupils 
averaging 
< 50% 
<50% by gender Total no. 
of pupils 
averaging 
< 20% 
<20% by gender 
Sub. No. of 
pupils 
Male Female  M F  M F 
EN 435 223 212 82 54 28 8 6 2 
  51% 49% 19% 65% 34% 2% 75% 25% 
SS 567 270 297 97 48 49 7 5 2 
  48% 52% 17% 50% 50% 1.20% 71% 29% 
MA 440 231 209 138 83 56 15 12 3 
  53% 47% 31% 60% 40% 3.50% 80% 20% 
ME 214 110 104 34 19 15 6 5 1 
  51% 49% 16% 56% 44% 3% 84% 16% 
SC 408 198 210 176 91 85 16 10 6 
  49% 51% 43% 52% 48% 4% 63% 37% 
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SE 189 95 94 59 36 23 2 1 1 
  50% 50% 31% 61% 39% 1% 50% 50% 
 
 
 
 
 
 
 
 
Table three – identified needs by OAITSE, and nationally.  
 
 1. OAITSE 
number 
2. OAITSE 
as % 
3. OAITSE 
extrapolated 
to JSS Population 
4. Nationally 
reported 
numbers  2003 
Behavioural 
Difficulties 
97 4% 4732 ___ 
Visual 
Impairment 
42 1.5% 1175 544 
Speech  
Problems 
25 1% 1183 157 
Hearing  
Impairment 
14 0.5% 592 264 
Illness 
 
14 0.5% 592 ___ 
Physical 
Disability 
8 0.25% 295 229 
Epilepsy 
 
3 0.1% 120 ___ 
Orphans 
(both parents) 
128 5% 5915 ___ 
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Achieving  
< 50% 
701 26% 30758 ___ 
Achieving  
< 20% 
69 2.5% 2958 ___ 
Mental 
Handicap  
___ ___ ___ 51 
Multi 
 
___ ___ ___ 149 
Others 
 
___ ___ ___ 49 
 
 
 
